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Chapter 1

INTRODUCTION

The development of communicative competence, the mastery of an
underlying set of appropriateness rules, determined by the culture
and the situation, affecting language choices in interpersonal
communication events (Wood, 1976), is a topic of growing interest to
communication scholars.
Children's use of strategies appropriate to varying communication
situations has been subjected to close scrutiny, but the develop
mental aspects of communication skills have been neglected in favor
of studies focusing on particular problems.
In addition, the components of communicative competence have
scarcely been examined.

"As an academic field of inquiry, the study

of communication competence is just beginning.

Communication theorists

agree that communication strategies and language choices exist, but
they know little concerning their nature and development in children"
(Rodnick and Wood, 1973).
In developing communicative competence, children learn how to
"mean", how to participate in conversation, and how to accomplish
specific goals in interactions, as well as learning how to form and
use sentences.

Dell Hymes (in Cazden, 1970) describes the acquisition

of competency:
Within the developmental matrix in which knowledge of the
sentences of a language is acquired, children also acquire
knowledge of a set of ways in which sentences are used.
From a finite experience of speech acts and their inter
dependence with sociocultural features, they develop a

1
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general theory of the speaking appropriate in their
community, which they employ, like other forms of tacit
cultural knowledge (competence) in conducting and inter
preting social life.
Scholars in diverse fields do provide a wealth of observations
of the development of speech and language in the child.

There are

studies of language development from a biological perspective
(Carmichael, 1964; Lenneberg, 1967); theories of cognitive development
as expressed in language (Piaget, 1955; Luria, 1971; Vygotsky, 1962;
Bruner, 1966); psychological theories which focus on the use of verbal
strategies as the expression of personal goals in relationship (Leary,
1957; Berne, 1963; Ellis, 1962); and linguistic theories supplying
detailed accounts of the development of vocabulary, grammar and syntax
in children's speech (Bellugi and Brown, 1969; Brown 1973; C. Chomsky,
1965; N. Chomsky, 1965; McNeill, 1970).
Considered singly or as related processes, these physical,
cognitive, psychological and linguistic developments cannot totally
explain the child's acquisition of communicative competence.

However,

descriptions such as those undertaken by Piaget and others, hold
promise as a way of delineating the development of communicative
competence.
Such competence, although it includes linguistic aptitudes,
does not rely exclusively on the accurate use of linguistic forms.
There is evidence that children acquire basic linguistic competence
before the age of five, and that development beyond that age is in
learning to apply linguistic knowledge appropriately in situations.
(Hopper, 1971a; Erwin-Tripp, 1971).

Brown and Hanlon's 1970 study

indicates that a child does not communicate more successfully, in the
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sense of getting more actions or answers, with well formed utterances
than with less mature ones.
Williams and Naremore (1969) conclude that "too much of a child's
language development is gauged in terms of linguistic forms —

e.g.

'standard' pronunciation, vocabulary size, syntactic elaboration —
rather than its functional value."

By attending only to the grammatical

aspects of a child's language, we omit the functional competence
underlying his communication behavior.

We need to expand the notion

of competence from the narrow, technical linguistic capacity possessed
by each child to include the "ability of the child to apply his
linguistic knowledge in a functionally appropriate and predictable
manner in many different communication situations" (Hopper, 1971b).
A mapping of sequences and stages in the development of communi
cative competence, as distinct from linguistic competence, is called
for.

Systematic observations of children's communicative behavior,

of their developing sense of appropriateness of communication acts
in specific contexts, seems necessary before further explanation of
the development of oral communication strategies is attempted.
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Chapter 2

REVIEW OF RELATED LITERATURE

Much research investigating differences in language choices
focuses on certain characteristics of the child but ignores character
istics of the communication situation which are equally important.
Children's language differences are seen as arising from differences
in interpersonal tactics (Marwell & Schmitt, 1967; Weinstein, 1969;
Wood, Weinstein & Parker, 1967); from differences in social skills
(Flavell, 1968; Flapan, 1968); or from social class differences
(Bernstein, 1966; Hess & Shipman, 1965; Williams & Naremore, 1969).
However, the concern with differences often obscures the fact
that communication works most of the time, and that normal communicators
possess complex and subtle abilities which allow them to communicate
appropriately in many contexts (Bradac, 1972) .

Social class differences

are not necessarily developmental differences, but simply an indication
that social groups differ in the uses they make of speech and the value
they place on verbal skills for different uses (Erwin-Tripp, 1971).
A number of researchers (Erwin-Tripp, 1971; Hopper, 1971a; Cazden,
1970; Rogers, 1975; Bradac, 1972; Hymes, 1971; Wood, 1976; Nicholson,
1972) have pointed to the need for studies designed to measure the
impact of situational variables on the development of communicative
competence.
Cazden (1970) tabulated 21 studies which include the impact of
some aspect of the situation on children's oral language use, resulting

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

5
in a gross categorization of situational variables treated in the
studies:

topic, task, listener(s), interaction, and situations with

mixed characteristics.

Additional studies cited below, have examined

the communicative situation as it affects the ability of the child to
make functionally appropriate language choices.

However, developmental

differences in these studies have been limited to contrasts between
relatively narrow age differences.
Williams and Naremore (1969) delineated "modes" of speech related
to social class and proposed the hypothesis that form (grammar) and
function (situational demands) vary together to constitute ways of
speaking.

Hopper (1971a) in testing this hypothesis, contrasted three

and four year old children's responses to questions, obtained two
scores for each response, one based on demands for grammatical usage
and a second based on function in context.
error frequencies:

He found differences in

more grammar errors in open ended situations than

explanatory situations, and more function errors in explanatory
situations than in open ended ones.

His findings suggest that situations

present different kinds of difficulties in terms of grammar and function.
Hopper also found performance differences between age groups in terms
of function, but not in terms of grammar, suggesting that the major
development during the fourth year is in the ability to apply language
to meet functional demands of situations.
Nicholson (1973) used "role-taking" as the conceptual frame
work for his study of communicative development.

Viewing socialization

as language dependent, and citing Flavell's 1968 indication that
older children produce more total arguments with a greater variety of
appeals, did manage information from experience and the immediate
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situation to a greater degree than did younger children, but no
increased attention to complexity or specialized adaptation to
specific receivers was seen in older children.
Rogers (1975) interviewed children four and six years of age
three times during a calendar year, finding that all children developed
syntactically and lexically, but that they also showed "increasingly
fluent control over their own style."

The non-linguistic features

of the interviews, e.g., the task set for the child, the topic dis
cussed, and the child's conceptualization of the role of the listener,
were seen to correlate with "style" development, increasing competence.
Rodnick and Wood (1973) studied children's strategies and the
communication situation, which they define as encompassing topic,
task, participants and setting.

Their data, obtained through inter

views with mothers of children in four age groups (I —
years, II —

three to four years, III —

one to two

five to six years, and IV —

seven to eleven years) indicated differing strategies for different
"behavioral universals" (eating, sleeping and playing). Children's
strategies, described by mothers, became more complex verbally with
age, but the number of strategies reported for older children was
smaller than the number of strategies seen in younger children.
Wood (1976) concluded that the research design did not include situations
deemed "critical" to older children, and that assessment of the
development of communication strategies requires further investigation
of the situations to which a child is responding as well as age
groupings which better reflect distinct levels of development.
In summary, research to date indicates that the development of
communicative competence, defined as the mastery of an underlying set
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of appropriateness rules, determined by the culture and the situation,
affecting language choices in interpersonal communication situations,
differs from the development of grammatical competence.

Communication

strategies, the language choices made by the child in situations,
vary with age.

The situations to which a child responds include

topic, (the content of communication); task, (the goal of the child
in a particular communication); participants, (the particular persons
involved in the communication); and setting, (the time and place of
the communication).
Although development, (changes in a child's behavior over time
from simple, undifferentiated, global patterns toward complex,
differentiated, specific patterns) has been observed, developmental
stages in the use of communication strategies have not been defined.
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Chapter 3

PROCEDURES

This research was designed to describe and categorize children's
communication strategies and to identify communication situations
deemed critical by children at different ages.

A descriptive method

was adopted.
The basic assumption of developmental studies is, as stated
by Werner (1957), that wherever there is life, there is growth and
development, that is, formation in terms of systematic, orderly
sequence.

In general, developmentalists describe changes over time

from relatively simple, undifferentiated, global patterns of
organization toward more complex, differentiated, specific patterns
of organization.

Such descriptions usually result in the proposal

of a series of stages or levels of development, characterized as being
more than the sum of previous stages and marked by qualitative and/or
quantitative distinctions which set them apart as stages.
There are difficulties inherent in describing stages of develop
ment, especially when age linked, if one focuses on the "state" of
being of an individual.

But if the focus is instead on the "process"

of development, it becomes possible to reliably designate a level
or step in a sequence of levels or steps with respect to that process
(Flavell, 1963, p. 443) and to observe the predominance of that level
or stage at a particular age.
The developmental studies of Piaget (Piaget & Inhelder, 1969),
Bruner (Bruner, Olver & Greenfield, 1966), and Vygotsky (1962) proceed

8
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on this basis.

Though descriptions of the development of cognitive

processes differ in generative detail, these theorists agree that
cognitive development occurs in sequenced stages, and that stages
of development in thought and language are reflected by language
differences at ages five, eight, and eleven.
Werner (1957) accepts a sequence of changes as developmental
if it manifests progressive differentiation and hierarchical inte
gration with increasing age.

Piaget admits a sequence of changes as

developmental if the stage being examined first, includes anticipations
(behavior seen at a later age suggested in the action of young child
ren) and adherences (remnants of behavior from an earlier age suggested
in the action of older children); second, contains a uniformity of
responses within age groups which is greater than the uniformity
between age groups; and third, reveals changes from early to late
childhood in the direction of adult norms (Elkind, 1970).
Elkind (1970) discusses the ways in which developmental des
criptions differ from the experimental enterprise:

1) The unit of

analysis is the system rather than a specific stimulus-response bond;
2) The orientation is toward active, self-initiated, self-directed
behaviors rather than toward relatively passive, directed, controlled
or manipulated acts; and 3) The logic is inductive, concerned primarily
with content, rather than deductive, concerned primarily with process.
Developmental descriptive studies have often been dismissed or
disregarded (as was the work of Piaget in this country for a number
of years) because they fail to provide a concrete basis for predicting
behavior.

American education in particular proceeds more confidently

if its practices appear to be based on empirically verified data.
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But as Russell (1957) points out, there is no conflict of purpose
between the descriptive undertaking of the developmentalist and
the explanatory effort of the experimentalist.

There is no intrinsic

methodological problem, because the developmental approach is not
a method but an orientation.

The criterion for the efficacy of develop

mental studies is their relevance for general theory.

Their value

is that they provide a framework for later empirical testing.

As an

example, Bradac (1972) cites the rigorous experimentation by Bruner
and his associates based on the descriptive studies of Piaget.
Barbara Wood's questionnaire "People I Talk To" (Wood, 1976)
(Appendix A) was chosen to elicit from children information about their
own perceptions of important factors in communication situations and
the strategies they employ.

The questionnaire consists of nine questions

which require the subject to choose three persons with whom there
is frequent communicative interaction, and to describe one easy and
one difficult setting, topic and task with each person.

The subject

is also asked to describe a difficult task, to relate strategies
employed and to evaluate the success or failure of the strategy.

A

final question invites each subject to "make a wish about talking".
In order to insure anonymity for respondents and their families,
initial questions from the original questionnaire concerning the
subject's domestic arrangements were omitted, and persons named by
each child were identified by relationship.
Subjects for this study were 36 students chosen from the popula
tion of an elementary school in a community whose inhabitants include
professional, white collar, blue collar and farm workers.
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The names of children from single parent families were deleted
from the class lists provided for the study by the school adminis
trator.

A random table was used to select six boys and six girls from

the total number of students at each of three grade levels (kinder
garten, third and sixth grades) resulting in a sample of twelve child
ren at each of three ages (five, eight and eleven years).
Permission was secured from the parents of each child to
participate in the study (Appendix B).

Each set of parents signed an

Audiotape Release Form (Appendix C) prior to the conduct of the inter
view and was given a User Contract (Appendix D) when the interview
was completed.
Each child was interviewed one time during January, February
or March of 1977.
class time.

Interviews were conducted at the school during

Teachers scheduled a time for each child's participation

which did not interfere with regularly scheduled school activities.
The interviews were held in a room equipped for use by speech
therapists and school social workers.

The children were accustomed

to using these rooms for special class work, regular small group
projects or private conferences during the school year.
Each

child was given an opportunity to refuse to participate in

the study

at the time of the interview.

Two kindergarten children

requested

to return to their classrooms.

to answer

questions "to help us understand how children your age think

All other children agreed

and feel about 'talking', so that we can do a better job of teaching
about it."
The answers to questions were tape recorded on a separate halfhour tape for each subject and identified by grade level.

The
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tape-recorded responses for each grade level were transcribed on cards
for the following categories:

target persons, setting, topic, task

strategy story, wish.
Setting, topic and task categories were subdivided into responses
to target persons selected.

Three types of answers were registered:

1) no response, 2) don't know, and 3) responsive.
varied:

Numbers of responses

some subjects supplied more than one response to each question.

Responses from all children were then charted (Appendix E) for analysis
of similarities and differences within and between age groups in each
category.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Chapter 4

RESULTS

The object of this research was to construct profiles of
communicative competence at three levels of development and to establish
a developmental sequence for communication strategies.
of the investigation are reported in three sections:

The results
1) Selection

of Target Persons; 2) Communication Profiles; and 3) Developmental
Stages in the Use of Communication Strategies.

Selection of Target Persons
Target persons were those named by subjects as persons with
whom they frequently talked.

Ten kindergarten children, twelve third

graders and twelve sixth graders each named three target persons,
choosing a total of 102 persons in six categories:

1) Mother, 2)

Father, 3) Sibling, 4) Friend, 5) Teacher, and 6) Other.
was the most frequent choice and Mother next.

Sibling and Father

occurred almost equally but less often than Mother.
the least chosen category.
grandfather and one cousin.

Friend

Teacher was

Choices in the Other category were one
These choices were incorporated into parent

and sibling categories respectively in the Communication Profiles.
Target Person Selections are summarized in Table I, page 14.

Communication Profiles
The Communication Profiles presented below represent a summary of
communicative competence for each of three levels of development.

13
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

14
TABLE I
Selection of Target Persons

Target Person

Frequency of Selection
Kindergarten

3rd Grade

6th Grade

Totals

Mother

7

8

8

23

Father

3

5

5

13

Sibling

5

5

6

16

14

16

12

42

Teacher

0

1

5

6

Other

1

1

0

2

30

36

36

102

Friend

TOTAL

Children's responses to questions regarding setting, topic, task,
strategy and wish provided data for the profiles.

Responses at each age

level were examined and grouped into characteristic features.

Results

of the examination are presented here as descriptions ofsalient

features

of the responses from each age group.

Age Five
When asked to describe one easy and one difficult setting for
talking with each of the three target persons selected, kindergarten
children selected home and play settings as easy and a variety of
"too noisy" or "too busy" settings as tough.

Five year olds regarded

a setting as easy if it was "fun," whether the activity was enjoyed alone
or with the target person.

They considered settingsdifficult only

in relation to being heard or attended to.
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Topics were seen as easy if "fun," ("I like it"), or if involving
a shared interest,

("because we both like it").

Difficult topics were

in all cases interpreted as activities difficult to initiate, e.g., to
get things, to engage in play, or in arousing anger in the target
persons.

There were eighteen non-responsive answers to topic questions.

Easy tasks for kindergarteners were in every instance the initiation
of play activities, except for the parent target groups.

Getting others

to play was seen as easy because of the other's motivation, rather
than because of the words the subject used.
assistance from parents were considered easy.

Requests for food or
Difficulty of task

seemed to be equated with refusal of the target person to comply, and
a description of the refusal was often given as a reason for the
difficulty, as in the following example:
won't change his mind."

"He just says 'no', and he

Thus, tasks described as easy by five year

old children were considered difficult if the goals were not met.
Five year olds reported a variety of strategies employed to
accomplish a "difficult mission" by talking.

Saying "Please"; offering

friendship, favorite toys, candy; reporting to authority; getting mad;
and repeating entreaty were reported as strategies used with varying
degrees of success.

Awareness of a relationship between a strategy

and reaching a goal through talking was not evidenced in children
at this age.

They were unable to supply reasons for the success or

failure of their strategies.
Only five of the ten kindergarten subjects made wishes about
talking, and all wishes were related to getting others to play or
share toys.
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Age Eight
Third graders demonstrated a marked desire for privacy in their
selection of settings for conversation.

Settings with parents were

described as easy if there were no interruptions.

These children

consistently labeled as difficult settings in which parents were
habitually occupied with "noisy" work, siblings or television.

With

siblings and friends, and in the one instance when teacher was target
person, "We're alone," was the reason given for the choice of a setting
as easy.

Time and place were seen as less important than emotional

state by eight third graders in determining difficulty of setting.
A "bad mood" or anger in the target person was regarded as the primary
source of difficulty.
Familiarity with the subject and common interest made a topic
easy for eight year olds.

School work, hobbies and shared past were

mentioned as easy topics with family members.

When talking with

friends, third graders selected topics of interest to the friend,
but indicated that friends were friends because they listened, because
of shared interest.

Difficult topics to raise with parents and siblings

were those too complex for the child to discuss confidently or those
which might arouse anger in the target person.

Difficult topics

with friends were personal secrets and family concerns, with lack of
interest by the target person or fear of exposure stated as the reason.
Seven third graders declared that, with the friend selected, there
were no difficult topics.
When parents were the target of the talk, eight year olds declared
that a verbal task was easy because the parents "wanted to" or were
"nice enough to do it."

There were attempts to "make it easy by asking
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at the right time" and to make requests for assistance or favors when
parents were engaged in compatible activities.

In describing easy

tasks with siblings and friends, a regard for cooperation was noted:
help was requested and received because the subject had previously
given similar help.
in play.

It was deemed an easy task to elicit cooperation

Typical reasons given were:

"We switch days, doing what the

other wants," and "I know him well, so I keep shifting games, 'til I
find one that he likes."

Difficult tasks with family members were

getting permission for activities declared inappropriate or incon
venient by parents, and engaging family members in play or leisure
activities.

Eight third graders saw achieving inclusion or exclusion,

sharing friendships or activities, as the source of difficult talking
tasks with target friends.
Third graders reported combined strategies for accomplishing a
"difficult mission" by talking.

They considered asking for and giving

reasons as the most useful strategy, combined with repeating requests;
saying secrets, or affection; threats, yelling and getting mad.

One

child reported that when reasons and requests didn't work, she
yelled out "what I want my mom to hear, so she'll make my sister do
what I want without my having to tattle."
Wishes expressed by eight year old subjects reflected a desire
for persuasive skills with friends and family members in five cases.
A desire to speak more freely about feelings was stated three times.
More time for talking with family members was wanted by two subjects,
and two subjects wanted the ability to explain complex matters more
clearly.

One child sought a means of keeping attention; and one subject

wished for a clear speaking voice easily understood by others.
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Age Eleven
Sixth graders in every response selected privacy or the amount
of time available as the central concern in selection of a setting
for talking.

Settings were chosen as easy if subjects were alone with

target persons or if interruptions could be prevented.

Settings were

difficult if others were present or if there was work to be done which
was judged to take precedence over personal needs.
seen as less important than "mood."

Setting was often

In fourteen instances the target

person was "mad" or "tired," and thus the setting was difficult.
Five sixth graders insisted that talking to a particular friend was
never difficult because of the quality of the relationship.
subjects cited their own ambivalence as a difficulty:

Two

"When I'm not

sure if I want to tell her, it's hard to find the right time or place."
When relating topics discussed with family members, eleven year
olds mentioned school work and social activities as easy, because
parents seemed interested and sympathetic and because siblings shared
information about the same topic.

Five sixth graders reported "Every

thing" as easy topics with particular friends.

"Other people" and

common interests were considered easy topics with friends in all other
cases.

The five sixth graders who selected a teacher as target person

stated that they talked easily about school work, social and personal
problems with the teacher because "that's her job" and because the
teacher was interested and helpful in interpreting situations.

The

topic most difficult for eleven year olds to talk with parents and
teachers about was "doing wrong" or "getting in trouble."

Subjects

observed that parents might become upset at learning of trouble at
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school; thus they found it difficult to discuss such problems.

These

children also found their own feelings a difficult topic with adults,
either because self-expression was difficult or because the adult did
not seem interested.

Apologizing was the single difficult topic

related by a sixth grader for the sibling target group.

With friends,

it was difficult to discuss family problems, feelings, and other
friends.

The difficulty of these topics was assessed in relation to

trustworthiness of the friend.

"Things get around" and "You never know

what people might say" were characteristic responses.
As an easy task with parents, eleven-year-old children chose
getting permission for approved activities and getting help or
explanation for problems.

It was considered an easy task to engage

siblings in leisure fun and to get assistance with school work from
teachers.

When friends were target persons, easy tasks were defined

through the characteristics of the friend or the relationship.

The

response, "It just depends what's going on in him, not what I say;
he's funny that way," typifies the sixth grade responses concerning
easy tasks with friends.

Difficulty was encountered with adults in

gaining approval for participation in adult activities, in explaining
personal problems, and in revealing misbehavior.

The task goal was

gaining acceptance or avoiding anger or punishment, and this was
judged difficult.
activities.

It was also difficult to engage adults in play

Difficult tasks with siblings were gaining agreement

about television viewing, inclusion in social activities and "getting
him to believe me about every day things without proof".

With friends

difficult tasks were seldom encountered, since the friendship was
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defined as friendship because of the lack of conflict.

Gaining agree

ment to spend time with other friends, without hurting the target
friend's feelings, was noted as a difficult task by five sixth graders.
At age eleven, strategies reported were complex and well organized.
Giving reasons, logical arguments and proofs was considered necessary
but not sufficient for accomplishing a "difficult mission" by talking.
Reasoning was augmented by reports to authority, getting mad, bribes,
flattery, warnings, threats, derogatory remarks.

Five children

described proceeding in the desired activity and talking about it
later.

Persistence was a valuable strategy for seven sixth graders,

who repeated requests until their goal was reached, often "waiting
until a better time."

One subject described winning a friend by being

"careful not to say anything about anyone else, and making myself
more interesting than others in what I say."

Another eleven year

old related her strategy of creating a "no choice" situation for
her parents, in which they would be embarrassed to deny her desired
privilege.
Three sixth graders felt that they had no problems with talking,
therefore no wish to make.

Three subjects wished to improve their

abilities to maintain listener's interest.

Additional wishes were:

to improve sound of speaking voice; to talk more freely about
personal problems; to express ideas more clearly; to talk more easily
with strangers.

Developmental Stages in the Use of
Communication Strategies
The Developmental Stages presented below represent the results of
the research objective of establishing a developmental sequence for
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communication strategies.

Communication Profiles provided the data for

the analysis of similarities and differences between age groups.

The

results of the analysis are presented here as descriptions of agerelated stages in 1) the understanding of the setting and topic
components of the communication situation; 2) the stages of develop
ment implied in the wishes children expressed; and 3) perception of
and the strategies used to accomplish verbal tasks.

Pertinent develop

mental differences were not noted in selection of target persons ex
cept in the selection by one third grader and five sixth graders of
teacher as target person.

Setting
There were few changes over time demonstrated in the choice of
physical settings at different ages.
and recreational settings.

All subjects chose home, school

But the perception of the importance of

setting as a factor in communication situations showed increasing
complexity.
Kindergarten subjects selected settings on the basis of their
own activity, with little apparent awareness of the possible intentional
choice of setting except in increasing their own opportunities for
enjoyment or eliminating distractions.
Third graders demonstrated a marked sensitivity to privacy and
to the emotional state of the target person in their sense of
appropriateness of setting for communication.

They indicated aware

ness, rather than the deliberate selection, of settings.
Sixth graders maintained the need for privacy in the communication
situation, but had developed the concept of timing, choosing settings
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in which the target person normally had sufficient time and
appropriate mood for the desired interaction.

Topic
Kindergarteners showed little separation of topic from activity:
The topic was the activity; ease with topic was seen as engagement
in desired activity; difficulties with topics were restriction on
activity.

Third graders perceived topics as determined by relation

ship and exhibited developing sensitivity to selection of topic as
appropriate to target person.

By the sixth grade, children

demonstrated mastery of appropriateness rules in their selection of
topics based upon target persons' possible responses.

Wish
Responses in the wish category provided a picture of children's
goals in communication situations.

Implied in each wish was an evaluation

of communication skills and an indication of desired improvements.
Five-year-old children demonstrated little interest in con
trolling the communication situation, except as it affected their own
processing.

Wishes indicated a desire for increased persuasive skills

in order to increase their own comfort.
Eight-year-old children retained the desire for increased per
suasive abilities.

Increased complexity was evidenced by the focus

on particular interactions and supplemented by an awareness of the
needs for improvement in diction, timing and control of subject matter.
The impact of emotion on communication was perceived at this age, as
evidenced in the wish for the ability to speak of feelings more
freely.
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Eleven-year-old children displayed confidence in their mastery
of persuasive skills.

Focus of the desired improvement was on tech

nique, e.g., diction, voice modulation, clear expression of ideas,
and maintenance of listeners' interest.

Task and Strategy
Kindergarten children employed a variety of strategies without
conscious recognition of the appropriateness to the task.

Success

ful strategies from one situation were applied in other situations,
and five year olds apparently focused on their own behavior without
understanding a possible relation between strategy and intended goal.
Adaptation of strategy to task was sporadic at most, and the range of
deliberate strategies was limited, when compared with the number
described by older children.
Third graders considered motivation, degree of involvement,
previous cooperation, interest, emotional state and social needs of
target persons as important in achieving verbal tasks, exhibiting an
increasing awareness of complex aspects of communication situations,
without commensurate skills in adapting behavior to task needs.
Persuasion through reasoning was acknowledged as useful, and often
attempted, but simple repetition was frequently substituted, along
with an increasingly broad range of strategies, which indicated an
awareness of the needs and desires of target persons not seen in kinder
garten children.
Sixth graders evaluated tasks in terms of their own emotional
state as well as that of the target person.

A sense of the importance

of timing to the achievement of goals was well established.

Adaptation
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of strategy to task and to target persons was marked:

clear

differences between strategies appropriate to different tasks and
target persons were noted.

Strategies showed complexity and subtlety

not seen in earlier stages and were deliberate and well organized.
There was stated awareness of what would work with whom.

Reason

was deemed necessary but insufficient for achieving specific tasks,
and was deliberately supplemented with varieties of techniques believed
appropriate for the situation.

Summary
Results of this study indicate that children of different ages
do not differ notably in their choice of target persons at the three
ages investigated, except in the choice by sixth graders of the teacher
as a person with whom important verbal interactions occur.
Communication profiles of children at three ages selected for this
study as representative of developmental stages reveal clear and marked
changes over time in the perception of the components of communication
and in the use of strategies.

Childrens' responses to questions

show changes from simple, undifferentiated, and global strategies to
complex, differentiated and specific strategies.
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Chapter 5

CONCLUSIONS, LIMITATIONS & RECOMMENDATIONS

Teaching the successful use of communication skills has been a
major focus of educational endeavor since Aristotle formulated his
principles of effective persuasion.

Although there has occurred in

recent years a marked shift toward interpersonal and systemic models
of communication, the object of such changes from traditional patterns
has been to provide more adequate descriptions of the process which
might enhance the goal of increasing the competent use of
communication skills.
Failure to resolve conflict or to achieve solutions to pressing
political, social or personal problems is frequently attributed to
"communication breakdown."

Although such "breakdown" is acknowledgedly

more complex than the failure of individuals to master specific verbal
techniques, there remains a consensual assumption that one powerful
remedy is a qualitative and quantitative increase in communicative
strategies for the individual.
If the use of communicative strategies is to be increased, an
understanding of the components of situations in which strategies
are employed and an investigation of the ways strategies are developed
is needed.
This study was designed to explore the use of communicative
strategies developmentally.

Its purpose was to determine if differences

and similarities in childrens' communicative competence are age and/or

25
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stage related by comparing their perceptions of the factors in
communication situations and their reported use of strategies in
critical situations.

The intent was to provide a foundation for

future studies which might lead to the development

of procedures to in

crease competence in ways appropriate to the needs of children.
The results of this study met both Werner's (1957) and Piaget's
(Elkind, 1970) requirements for the description of a sequence of
changes as developmental.

Childrens’ use of strategies at three age

levels displayed progressive differentiation and heirarchical inte
gration with increasing age.

Their perceptions of the components of

the communication situation evidenced anticipations and adherences.
For example, third graders responses to setting questions
(Appendix E) indicated a developing awareness of privacy and the
emotional state of the target person, but at this age, children did not
respond to the deliberate selection of settings based on this aware
ness.

Sixth graders had established asensitivity

to privacy.

They

had by this age, developed methods of timing interactions within
settings chosen specifically to meet their goals.

As was shown in the

responses to the questionnaire item regarding wishes (Appendix E),
children's responses contained greater uniformity within age groups
than uniformity between age groups.

Changes from early to late child

hood are in the direction of adult norms as demonstrated in the changes
of children's perception of topic as activity by five year olds; as
an aspect of relationship by eight year olds; and as a matter of
deliberate choice by sixth graders.
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Conclusions
A developmental scale for the use of communication strategies is
established in this preliminary work.

The scale differs from that

established for the use of grammatical forms, as implied by Williams
and Naremore (1969) and Hopper (1971a).
The Brown and Hanlon (1970) suggestion that in young children
well formed utterances are not more successful than less mature
ones was not supported for older children:

the sixth graders' expressed

desire for improved technical skills indicates that form complements
function at this stage.

The Brown and Hanlon study may simply reflect

lower expectations of young children in terms of form:

the meaning

of their communication may be inferred from non-verbal cues until
improved form can be attained, at which point form becomes a critical
aspect of strategy.
The findings of the Rodnick and Wood 1973 study, which indicated
that older children used fewer strategies, are contradicted by the
results of this research.

It should be noted that successful strategies

are subtle and that obvious strategies may be defeated.

Sensitivity

to feeling states and possible responses in target persons; the
desire for improvement in technical communication skills; and the
ability to supplement reasoning with a wide variety of strategies
adapted to the situation point to a mastery of appropriateness rules.
Such mastery was evidenced in increasing degrees as children tailored
their strategies to the demands of the situation.
The Wood (1976) recommendation that communication education
focus on settings deemed critical by children seems inappropriate,
in view of this study's finding that physical setting is not as
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important to children as the interpersonal components of the
communication situation.

The teaching of communication behaviors

for particular settings may be no more than instruction in etiquette.
This, although meaningful from an adult point of view, may not be
as effective in changing or increasing the number of strategies as
would instruction designed to give children a more thorough under
standing of the interpersonal process.

Instruction in and learning

experiences with self-disclosure, for example, might provide children
with tools effective in many settings.

Limitations
A major limitation in the design of this study was the use of
children's answers to open-ended questions as the data from which
profiles were constructed.

Two problems were evident in this method.

First, answers to questions can be viewed as "folklore".

Children's

reports of their own behavior might be different from their actual
behavior, and their descriptions might have been constrained by what
they believed to be proper behavior or answers acceptable to the
interviewer.

Definitive descriptions of communicative behavior would

require direct observation of behavior.

A second problem is the

difficulty of replicating the questioning technique.

The research

questionnaire instructed the interviewer to ask additional questions
if required to elicit desired information from children.

The use of

open-ended questions meant that controls for interviewer technique
were not established.

The possibility exists that the wording of

additional questions directed the responses from some children.
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Another limitation in the design of this study is the
difficulty inherent in interviewing young children.

The large

proportion of non-responsive answers by kindergarten children indicates
the use of other methods of observation for detailed study of five
year olds.

Older subjects in this study were familiar with and

comfortable in the setting provided for the interview.

The questioning

technique proved fruitful in eliciting responses from some five year
olds, but the change in normal school procedures proved distracting to
most kindergarteners.

In some cases, five year olds might have provided

more thorough responses if their own classroom had been the site of the
interview.

The limited number of responses calls for at least

supplemental observational procedures and a larger sample at this
level.
A restriction must be imposed on the extension of these findings
to all children:

similarities within age groups may reflect similarities

in family structure.

Children from one parent families might select

a wider variety of target persons, and display a different range of
strategies based on different relational patterns.

Children from

urban communities, non-traditional school settings, and alternate
cultural surroundings, could also display accelerated or delayed
advancement through the established sequence of development.

Recommendations
The firm establishment of a developmental scale for the use of
communication strategies requires a broader base than this preliminary
study provides.

Further categorization of the strategies reported
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by children in this study, and the testing of frequencies of use
at different ages would provide more complete delineation of stages.
Subjects from alternate cultural, subcultural and socioeconomic
groups should be observed for characteristic responses at same age
levels, in order to discern possible variances in cultural and
developmental patterns.
Finally, it seems essential that further investigation of
communicative competence take into account developmental levels in
the use of communication strategies.
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RESEARCH QUESTIONNAIRE
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Barbara Wood's questionnaire, "People I Talk To",

(Wood, 1976)

was designed to elicit from children information about their own
perceptions of important factors in communication situations and
the strategies they employ.
It was created for The Development of Communication Competencies
In Children, Pre-K Through Twelve, a project conducted by the Speech
Communication Association.
The questionnaire was conceived as a tool for use by the class
room teacher in forming a class profile to provide information
facilitating the design of relevant learning experiences.
The interview was conducted as written, with the exception of
adaptations made for research purposes:

1)

Teachers introduced each

child to the interviewer just prior to the interview, and each child
was told that the questions were being asked "to help us understand
how children your age think and feel about 'talking', so that we can
do a better job of teaching about it."

2)

Each child was given an

opportunity to refuse to participate, and was told that "you need
not answer any question you find uncomfortable, and you may return
to your classroom at any time."

3)

Questions regarding domestic

arrangements were omitted in order to assure respondents anonymity.
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PEOPLE I TALK TO
First name of child: ________________________________________________
Age of child: _______________________________________________________
Sex of child: _______________________________________________________

Introduction:

(Interviewer):

We're going to have an interview.

That's a time when two people get together and talk about something.
Usually somebody asks questions —

important questions —

body tries to answer the questions.
about the people you talk to.

and some

We are going to have an interview

I think you'll enjoy our interview,

but remember one important thing —

this interview is private.

What

you tell me about what you like to talk about and who you like to talk
to is private information.

I won't tell anybody about it.

Are you

ready for our interview?

1)

Think of all the people you talk to everyday —
sisters or brothers, your parents.
people, don't you?

your friends, maybe

I bet you talk to quite a few

Well, we are going to talk about three special

people that you talk to a lot.

You can pick these special people.

They could be your best friend, your father, your sister —
Who will these special people be?

Name them for me —

anybody.

three of

them.
1. ___________________

(relationship to child) _________________

2. ___________________

(relationship to child) __________________

3. ___________________

(relationship to child) _________________

Questions 2 - 9

should be asked for each of the three persons mentioned

in question 1.

The children should talk about one participant at a

37
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time.

For participants 2 and 3, questions may be paraphrased rather

than repeated verbatim.

2)

(Easy setting): When you talk to

(name)

, you can probably

talk at different times and in different places.

Maybe you talk

in the morning and after school or during recess.

You may be in

your house or on the playground. What1s your favorite time and
place to talk to

(name)

?

easy time: ____________________________________________________
easy place: ___________________________________________________

Why do you think this is your favorite? ________________________

3)

(Tough setting):

I bet it's not so easy to talk to

all of the time.

What would be a time and place you talk to

(name)

(name)

that is really tough?

tough time: _______________________________________________
tough place: ______________________________________________

Why do you think this situation was difficult? _____________

4)

(Easy topic):

When you talk to

about many things.
(name)

(name)

, you probably talk

Think of all the subjects you talk about with

, your favorite subjects.

Pick the easiest one and

tell me about it.
easy topic: ______________________________________________ _
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Why do you think this subject is easy to talk about with

5)

(Tough topic):

(name)

Now let's talk about a subject that's not so

easy to talk about with
to talk about with

(name)

(name)

.

Name a subject that's tough

.

tough subject: __________________________________________________

Why do you think it's tough? ____________________________________

6)

(Easy task): When we talk to people, we often have an idea in
our mind —

something we want to happen.

Let's call this our

"mission".

Some missions are pretty easy to accomplish —

it's easy to get your friend to play a game with you.
easiest mission to accomplish when you talk to

maybe

What's the

(name)

.

easy task: ______________________________________________________

Why do you think this is pretty easy? ___________________________

7)

(Tough task):

Sometimes it's not so easy to convince somebody —

accomplish your mission.

You may try to say something and the other

person doesn't agree with you.

Let's call this a difficult
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mission.

Try to name one thing it's hard to accomplish when you

talk to

(name)

tough task:

Why do you think this is hard to do?

8)

Let's talk about this situation a little further, the one you just
mentioned.

Try to make a story about what happens; tell me what

you say and then what

(name)

says.

________________________

(When appropriate, try to ask questions such as the following;
they are related to the "success" of strategies.)
When you said that, did it seem to work pretty well?

9)

Did

(name)

think you had a good idea?

(name)

liked (did not like) what you said? ________________

If you had one wish about talking —
that wish be?

How could you tell that

anything at all —

what would

Now remember, it has to be about talking with some

body. ___________________________________________________________
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Appendix B

REQUEST FOR PARENTAL PERMISSION
FOR CHILD'S PARTICIPATION
IN RESEARCH PROJECT
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WESTERN MICHIGAN UNIVERSITY
DEPARTMENT OF C O M M U N IC A TIO N S ARTS A N D SCIENCES

KALAMAZOO

November 30, 1976

(Parent's Name)
jparent's Addressj
Dear (Parent):
As a candidate for a Master’s Degree in Communication Arts
and Sciences at Western Michigan University, I am conducting a
research project in the development of children's communication
strategies. I am seeking information about children's own views
of their communication skills and strategies in order to provide
a concrete basis for the future development of programs designed
to teach communication skills to children.
Mr. Charles Whitmore, Principal at Portage Elementary School,
and Dr. Kenneth Harper, Curriculum Director, have agreed to permit
the gathering of data for this study at the school.
The study requires that I conduct a thirty minute taperecorded interview with a number of individual children and that I
analyze and compare their responses. Each child whose name is
randomly selected from Portage Central Elementary class lists will
be interviewed at the school during January of 1977 at a time
selected by the teacher.
It is customary, when doing research with children as subjects,
to take every possible precaution to protect the children's and their
parents' privacy. All children, as well as parents, have the right
to refuse participation. Each child will be given the opportunity
to refuse at the time of the interview. Children's first names will
be used during the interviews, and no names will be used on the tapes.
All persons referred to by the children will be identified by relation
ship. The tapes will be made available to parents for audit, and the
results of the research will be made available upon request.

42
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2

I should like to secure your permission to interview your
child, ____________________. Your signature on the enclosed
AUDIOTAPE RELEASE FORM would permit me to interview your child, to
tape-record the interview, and to use the tape recording for research
purposes. If you agree, please return the form to me in the enclosed
stamped envelope at your earliest convenience.
A copy of the enclosed USER CONTRACT will be signed by me at
the time of the interview and returned to you. It is your assurance
that the information obtained during the interview will be used only
by me, solely for research purposes, and that neither you nor your
child will be identified.
If you have questions about any aspect of this project, please
call me at the Communications Department at Western, 383-4037, or
contact Mr. Whitmore at Portage Central Elementary School, 327-3081,
for additional information.
Sincerely yours,

Judith Claire Pier
219 Sprau Tower
Western Michigan University
Kalamazoo, Michigan 49008
cc:

Mr. Charles Whitmore
Dr. Kenneth Harper
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AUDIOTAPE RELEASE FORM

As parent or guardian of a child under eighteen years of age,
and for good and valuable consideration the receipt of which is
hereby acknowledged, I hereby consent that the tape recorded inter
view with my child, conducted under the direction of Western Michigan
University, or any reproduction of the same, may be used by Judith
Claire Pier for the sole purpose of analysis for content and illustration
of research related to the development of communication strategies
in children.

Signature: ___________________________________________________________
Relation to child: ___________________________________________________
Witness: _____________________________________________________________
Date:
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USER CONTRACT

I, the undersigned, agree to restrict the use of this audiotape
Description of Tape Subject: ________________________________________
Production Date and Location: _______________________________________
to (stated purpose) and not to permit audit of this tape on any public
communication channel.

This agreement will remain in effect for all

future use of the audiotape ordered by or shipped to me.

Stated Purpose:

Collection of data for research in the development
of children's communication strategies.

Signature: __________________________________________________________
Witness: ____________________________________________________________
Date:
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Appendix E

TRANSCRIPTS OF CHILDREN'S RESPONSES
TO THREE QUESTIONNAIRE ITEMS
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ITEM 2
Easy Setting

When you talk to
(name)
you
can probably talk at different
times and in different places.
Maybe you talk in the morning and
after school or during recess.
You may be in your house or on the
playground. What's your favorite
place to talk to
(name)

Why do you think this is your
favorite?

Kindergarten
Indoors, at dinner table, just
after school.

No response.

In kitchen, fixing supper.

No respone.

In house at night.

Because we can sit down.

At home when no one else is
there.

We're alone.

At store.

Because I want to buy stuff.

Everywhere.

No response.

In family room after school.

No response.

In bedroom in morning.

He likes it.

When he's shoveling driveway.

Because he can stop and listen
to me.

In m a ’s room.

No response.

Inside after school.

Because mom's gone to meetings.

O'
e Upstairs before bed in bedroom.

She wants to talk there.

•H
rH

No response.

At home alone, outdoors.
•H
cn When playing with me.

No response.

Out on playground.

'Cause we're having fun.

Downstairs.

No response.

My room, after school.

No response.

At school.

No response.

On school bus.

Only place get to talk.

At school.

No response.
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At school.

No response.

On bus and at his house.

Don't know.

Playing checkers.

Don't know.

In morning at my house.

Don't know.

Drawing on chalk board.

He can draw.

No idea.

No response.

At her house.

It's private.

After school at my house
playing games.

She likes games.

On playground.

I want to tell her what to
play with me.
Third Grade

In house in morning.

'Cause it's where I am and I'm
used to it.

In house after school.

I show her schoolwork, she's
proud.

At night at home.

Only time we have together alone.

In kitchen doing dishes.

My brothers are out of the way.

On Fridays, driving to piano
lessons.

We're alone, we're still and
there's nothing to distract.

When I wake up in the
morning.

Don't know.

Friday night, going to lesson.

No one else is there.

At home, bedroom or kitchen.

My brother interrupts elsewhere.

Saturday, Sunday and at night.

He's at work all the time.

After school in basement
workshop.

Can talk about what I like.

After his work, chores, before
he reads the newspaper.

Better to talk when he's not doing
anything.

In bed.

He wants to go to sleep so h e '11
answer questions to get me to go
away.

On Saturday or Friday after
School.

In the morning he's too busy.

At his place, in kitchen.

He gives me things to do and we
talk, play games, he might let
me drive tractor someday.
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Down in my room, after supper.

Nobody bothers us.

On bus, going to school.

Neither doing anything else.

O'
a At night, before sleep.
•H
i— I
XI In living room, after school.
•H
U2 When school is cancelled.

Alone, nobody is listening.
Don't know.
W e ’re home, she hasn't anything
else to do.

On playground.

There1s lots of time.

At his house, after school.

Nobody's bugging us there.

After class, or coming into
school.

Only place we're together.

After school, at my house.

It's comfortable there.

Playground.

I like it, only time we can
talk.

At school, in library when
we're alone.

Private and quiet.

Classrooms.

With everybody, tell things
that happened.

Morning on playground.

No school work to do.

At school on playground.

No response.

At school.

No response.

We a fort in the basement.

No response.

Sledding after school, my
house.

W e 're alone.

At school, when working and
at recess.

W e 1re alone together.

Movies at school.

Everyone else is watching
movie.

In bedroom, not at school.

Secrets are private.

Playground.

Nobody can hear you, private.

n
a; After reading group when every
X
one else goes to their
o
(0
seat.
w
Eh

We're alone.

Sixth Grade
At bedtime.
p
a) Evening, when w e 're alone.
-c
■p
o
a After school.

Mom comes in to talk.
Don11 see each other at other
times.
I have lots to tell her.
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Evening, during tv watching.

I can talk about tv shows.

After school, in kitchen.

She's not running around and I
don't have to follow her, stays
in one place.

Fixing supper and at break
fast.

No one else around.

At dinner table.

I'm relaxed.

Anytime we're home.

Lots of things to talk about.

In greenhouse, working together.

We talk about what's been
happening.

Only on weekends.

He works nights.

When w e 're in the car.

'Cause if he's driving, he can't
hit me if I say something he
doesn't like.

Home, watching tv.

Easiest, not home much, not other
time to talk.

When we're on boat, just the
two of us.

W e 1re alone and can say things
freely.

At 6:00 p.m., suppertable.

No response.

When w e 1re walking home from
school.

We talk then.

Can't think of easiest place.
c
•
H| When there's no one else at
rnl-l
home.
CO
When w e 're playing a game.

No response.
We're alone.
We ’re relaxed.

At home.

'Cause she's there.

Meet in bathroom at school.

Nobody can listen.

On the bus.

W e 're Safety's.

Out at recess.

We're alone, can talk more freely.

At school in the morning.

Less work, more time.

In the morning.

More time.

Anywhere.

Because she'll understand.

At recess.

Fewer people around, more
private.

In bathroom at school.

Private.

During school in bathroom.

Sort of private.
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In library.
XI

c In classroom at free time.
0
•H
n On bus to school.
Cm
Mostly at school
When she's working at her desk
alone.
,
After all the work is done.
sh
o
•g Before school.
td
0
EH
Almost anytime.
When we have a problem we can
always go to her.

Quiet and private.
No response.
He lives down the street from me.
No response.
She'll stop right away to answer
'cause she's nice.
No response.
Everyone else is busy and she's
not.
'Cause she's nice.
When she's sitting at her desk.
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ITEM 3
Tough Setting

I bet it's not so easy to talk
to
(name)
all of the time.
What would be a time and place
you talk to
(name)
that is
really tough?

Why do you think this
situation was difficult?

Kindergarten
When she's reading.

A special book, she's con
centrating.

None.

No response.
'Cause she has to see.

Driving car.
d)
X
•P Making supper.

Too busy.

0
s Outdoors.

No response.

Before breakfast, at meal time

No response.

Shopping or taking a nap.

Busy.

Outside.

'Cause people make noise.

u
a)
A In my room.
+)
<8
fu In swimming pool in water.

tn

'Cause he doesn't want to go in.
'Cause he can't hear.

Downstairs.

My sisters are noisy.

Outside.

Hear noises.

In toy room.

She doesn't like it there.

a
■H
i—i Don't know.
A
•rH
CO

No response.

When she's with friends or
doing homework.

She says don't bother me.

Going to his house.

Forgot.

No response.

No response.

In living room.

My sister's always there.

rO No response.
C
ai

•rH

No response.

When I'm eating.

Mouthful.

Taking a bath.

He can't come in bathroom.

No response.

No response.

None.

No response.
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On phone.

Don't know.

Playground.

Too many people.

Don't know.

When coloring he won't talk.

T3

G
<D He doesn't talk too much.
•H
u At the park.

No response.
'Cause I don't go there.

Playing outdoors in snow.

'Cause it's outdoors.

When she's mad at me.

'Cause she pushes me down and
stuff.
Third Grade

At different person's house with
lots of conversation.

Noise makes it hard to hear.

At Cub Scout meetings.

Too much going on.

Crowded, other people around.

She can't hear me.

Kids screaming and fighting.
Vi When she's vacuuming.
0)
.C
■p When reading.
o

Too noisy.
Too noisy.
She's concentrating, doesn's hear.

a

Bedtime.

Can't talk, have to be quiet. I'm
too shy to talk to her. Don't
know why.

In house with all brothers and
sisters.

Too noisy.

At dinner time.

Siblings interrupt.

In workshop.

Can't hear.

Siblings have been yelling.

Noisy.

When he's doing chores, or off
to work in morning.

Busy, answers quickly, doesn't
stop to talk.

p
0)
Xi When he first gets home in the
+>
evening.
nl
fci
On Saturday when cleaning
house.
When h e 's working and when he
gets home.
CP

In living room.
G
H
When she's mad at me or playing
■H
with others.
W

'Cause he's mad, people have been
bothering him.
Too noisy vacuuming.
He's tired so I go talk to
grandma.
'Cause sister always bothers us.

'r i

When she's not in a good mood.

Littler than me.
It's not the place, it's how she
feels.
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Cr> At home after supper.
G
•H
H
A
•H When she's reading.
W

She's busy, doesn't want to be
bugged.
Doesn't want interruptions.

Other times on playground.

He chases girls, etc., busy.

At my house.

Everyone yells and screams.

After class.

When I can't catch up with him.

When he's busy and I'm not.

No response.

In classroom.

Teacher will get mad.

No times are tough.

No times are tough.

When I try to tell her I want
to play with someone else.

Don't want to hurt her feelings.

On bus.

Noisy, can't hear me.

In class.

Have to whisper, send notes, etc.

Telephone.

Interruptions.

When other friend is around.

Other friend doesn't like me.

When she's upset, or with other
friend.

She wants time alone with other
friend.

When she's mad.

Can't get her to listen to me.

On playground.

He wants to play with other people
more.

In car with other kids.

Just hard.

When his sister is around.

She's always talking when we are.

IM
nJjJJ When walking down the hall
^ o
to lunch.

No response.

Sixth Grade
When not in a good mood, or dad
not in a good mood.

It's hard to ask her questions.

When there are alot of other
people around.

She listens to them.

When she's upset about some
thing .

I don't want to tell her and I
really do.

Can't think of any.

No response.

Late at night when she's tired.

Just doesn't pay attention to me.

At night.

Television and she's busy.

Depends on what we're talking
about more than place and time.

No response.

When she's mad.

I can't think.
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When he comes home from work.
Not much, when he's watching
football game.
L
0)
A
A Morning, breakfast table.
rt
fa
Depends on subject.

He's mad because he's yelled at
all day.
Can't get attention.
Slow to wake up.
Fighting or something is hard.

At 9:00 p.m. when he's working.

Hard to get his attention.

Not one.

Maybe when she's on phone.

When he's mad.

No response.

On On the way home from school.
•CH
rH
b Depends on subject.
•H

He's playing.
If it's private, wait until parents
leave.

When she's in a bad mood or
gets in fight at school.

No response.

When she's in a bad mood.

I just stay away from her.

At school.

She talks to other friends.

In classroom.

Other people around.

When other people around.

No privacy.

No tough times.

No tough times.

When teacher is talking, or
when others are listening.
ms
c
0) Library.
•rH
n
fa In classroom.

No response.
We’d get kicked out.
She talks to others too.

When doing school work.

Supposed to be quiet, also might
miss work and then have to
catch up.

In classroom.

No response.

Never hard.

Never hard.

With my friend it's never hard.

Never hard.

When he's mad.

No response.

When she's upset with someone in
class, you don't want to even
go near her.

'Cause you'll get in trouble too.

L
0)
A When he's mad.
O
nJ
W Just before lining up for lunch.
E-*

No response.
Everyone is going and she goes to
faculty room.

When I get in trouble.

No response.

When she's busy she runs off.

When the room is noisy.
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ITEM 9
WISH ABOUT TALKING

If you had one wish about talking — anything at all — what
would that wish be? Now remember, it has to be about talk
ing with somebody.
Wish my sister would clap her hands with me.
Wish I could talk my friend into letting me ride her new bike.
About talking to my friends.

(Non-responsive).

c I want to talk my sister into playing with me, 'cause sometimes
■P
she won11 .
p
rct
O' None.
p
o
mi None.
c
•rH
None.
I wish I could talk to (desired playmate) about having fun.
To go into cottage.

(Non-responsive).

Don't know one.
I wish I could talk a lot of people into playing with me.
Wish I could get friends to like to go places I like.
get my family to go to Kellogg Center.

Also, to

Wish I could talk about certain things, like about people and
a couple of things more freely.
I wish my friend was my sister and I could tell her about my
dreams.
e
ttj

I just wish they would listen.

£j

That when I told them something they wouldn't get

mad.

ra
•h
.c

That I could talk good really all my life so that
understand me.

peoplecan

To talk with animals. More time to talk with family and
teacher and others. School takes up time.
Tell my friends what to do. Also, explain things like tv
show, tell them what it's about later.
Get people to go anywhere.

The places I want to go.

No wish.
I'd like to talk to family (members) more.

58

with permission of the copyright owner. Further reproduction prohibited without permission.

59

Everytime I wanted to say something, I wish I could say it.
Wish I could talk to the richest men in the world and convince
them to give me some.
Friendship: When I lose a friend or they think I did something
wrong, I really feel bad and would like to get them back.
I wish I could change my voice:
I don't like my voice.

it's not a good talking yoice.

I'd like to be able to talk about problems, but lots of other
o
people don't want to.
/d
vi Can't think of anything.
X

I'd like to talk a different language; to go up to mom and
say something.
No problems to wish about, if I want to talk I just go ahead.
Whenever I want to talk to anybody that they'd listen to me.
No wish.
To talk more easily to just anyone.
That they'd listen to me instead of like joke around and talk
to somebody else and then if someone comes up to them,
they'd stop and listen to them, because I'll forget and
then be upset.
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